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Abstract
The purpose of this action research is to study the effects of student-centered
learning as compared to teacher-led instruction in an elementary general music
classroom. This research study is framed by the conjunction of the lenses of sociology,
specifically constructivism, in a music classroom with special learners. Students in fifth
and sixth grade general music classes study the musical concepts of composition and
reading notation in one of two manners. One group of students is instructed in a
traditional format of teacher-led lectures and discussions, with guided practice following.
The other group is instructed using a student-centered approach, in which students are
given basic instructions and then given time to explore concepts and discover their own
meanings. Attention is also given to students with special needs, in order to determine if a
different learning approach works best for them.
The study is designed to investigate the following research questions: {l) What
are the effects of proj ect-based, discovery learning on student growth? (2) How is this
same question answered when studying special learners? (3) How confident do non
special learners feel in learning through proj ect-based learning?

(4) How confident do

special learners feel in learning through proj ect-based learning? The primary research
question for this study is: What are the effects of proj ect-based, discovery learning on
students with and without special needs in the elementary general music classroom?
The data collected is in the form of graded rubrics and rating scales, journal notes
of the researcher, and student self-assessment in the form of Likert-scales and interview
questions. Results are inconclusive in regards to student performance growth. Student
attitudes show that they prefer the approach they are most familiar with. Students are
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more likely to thrive when choices are provided. Those students with special needs do not
show significant differences when compared to students without special needs, other than
struggling with the social aspects of student-centered learning. Students enj oy their time
working in groups on musical proj ects.
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Introduction

In today's schools, there is a movement for teachers to employ constructivist
techniques in the classroom. The theory of constructivist, student-centered learning began
with such educational theorists as Dewey, Piaget, Bruner, and Vygotsky. This is the idea
that students learn more in a cooperative, social environment or by discovering new
information on their own, rather than being told facts in a lecture-style, 'traditional'
classroom. However, limited research related to music education, with specific attention
to minority groups, is available in the field of the sociology (the study of people doing
things). There is also a push for full mainstreaming of students with special needs, but
limited research has been done to prove if these students learn best using the same
approaches as students without special needs. Music teachers are being asked to teach
mainstreamed classes, using constructivist approaches, but without research available
demonstrating the effectiveness of such a classroom.
Research is available on constructivist music classrooms. David Elliott's book,
Music Matters ( 1 995), supports the idea that focus in music education should be on the

process the students experience, rather than the product (McCarthy, 2000, p. 3). Ongoing
dialogue between students is a must in constructivist learning. The teacher should not tell

the students everything, but should ask questions and let the students respond to one
another. This approach is different than simply doing (like students do when performing
and composing). That is actually an activity-based approach and can result from teachers
primarily focusing on increasing musical vocabulary and reading skills (Scott, 20 11, p.
1 93).
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Student-centered instruction is defined by Brown (2008) as "a form of active
learning where students are engaged and involved in what they are studying" (p. 30).
Constructivism is also described as a means by which students can learn more from
experiencing than observing. This author's background information recommends using
questioning techniques to lead students to solutions. Emphasis is on students having
choices in what and how they learn, as well as playing an active role in assessing what
they learn, but not controlling every aspect (p. 3 1 ) .
Research is also available regarding students with special needs. Students with
learning disabilities have been shown to learn in ways that may or may not be the same as
other students (Heiman, 2006). In today's schools, there is a push for full inclusion of
students with special needs into the regular education classroom. Mainstreamed or
inclusion classrooms are ones in which special education students attend class with other
students the same age who are not classified as having any disabilities. This is
particularly true in the music classroom where most music teachers serve all students at
once, regardless of their level of training in making adaptations for students with special
needs (Gfeller, Darrow, and Hedden, 1 990; Frisque and Humphreys, 1 994).
Faculty need to consider what is truly the least restrictive environment for
handicapped students and placement for these students in music classrooms might be
easier to achieve if prerequisites are determined for each grade level of general music
(Thompson, 1 982). Although it has been shown that music educators have many fears in
working with handicapped children, they should remember that underneath the surface
"is a child, a unique human being who needs love and acceptance as much as any other.
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Perhaps we will find a child who, like all others, can find the joy of living through music"
(p. 27).
Schools are encouraging teachers to implement more student-centered
environments-in which students' questions and interests direct the topics studied and
discussions had. Because of this, it is important to analyze if this method of teaching is
truly conducive to student learning. Of particular importance is whether this method is
appropriate for all students, even those with special needs. The increased push towards
full mainstreaming in many schools makes it necessary for researchers to find what
learning strategies work best in mainstreamed classrooms and communicate these to
educators. Because college students and graduates are expected to be able to teach
themselves, young students must be taught how by becoming aware of their learning
styles and strategies for processing information. Research studying the combination of
these elements needs to be completed if teachers are to employ the most successful
strategies in their own classrooms.
For the purpose of this study, special learners are defined as those students with
Individualized Educational Plans (IEP's) that receive additional help in reading, writing,
and/or math outside of their regular classroom, whether with a resource teacher or special
education teacher. In addition, proj ect based learning is considered as a means by which
the teacher provides specific guidelines for students to explore a topic using methods they
choose. Basic strategies for this type of instruction involve presenting the students with
themes and various sources and methods for learning the concepts and then allowing
them to choose what to use in their study. This is one type of student-centered learning
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meaning the students' interests and questions determine the focus of lessons and the
methods of instruction used.
The following research study is designed to determine if student-centered learning
is, in fact, the best approach for all students, including those with special needs. Action
research is used because the data is collected in a specific teaching context and
immediately results in changes being implemented when needed, in accordance with
Conway and Borst's (200 1 ) article Update: Applications ofResearch in Music Education.
Specific research questions are: ( 1 ) What are the effects of proj ect-based,
discovery learning on student growth? (2) How is this same question answered when
studying special learners? (3) How confident do non-special learners feel in learning
through project-based learning? (4) How confident do special learners feel in learning
through project-based learning? The purpose of this action research is to examine the
effects of learning in a student-centered, project based elementary general music
classroom as seen in special needs students as opposed to their peers.
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Literature Summary
Introduction

This literature summary includes information categorized under the following
headings : sociology, constructivism in the music classroom, learning styles and
handicapped students, mainstreaming, project-based learning in the music classroom,
teaching strategies and purpose, and action research. The writings of Paul and Ballantine
(2002), McCarthy (2000), Scott (20 1 1 ), and Taetle and Cutietta (2002) provide an
overview of sociology and constructivism, including definitions, categories, and how
they relate to music education. Following the introduction to this educational approach,
the learning styles of special learners are discussed. Inclusion of these students in regular
education classes makes it important to discover if the same teaching and learning
approaches are effective for all students. Much literature exists on mainstreaming and full
inclusion of students with special needs and is included in this summary. The writings of
Hammel (2004) and Zdzinski (200 1 ) consider the meaning of least restrictive
environment and provide suggestions of adaptations for music teachers. Other authors
research the opinions of teachers in regards to teaching students with special needs and
pay specific attention to the amount of training music educators have in working with

students with special needs.
As the purpose of this research is to study the effectiveness of student-centered
learning in a music classroom, specific ideas for how to do this, based on the experiences
of Blair (2009) and Rajan (20 1 3), are also summarized. Finally, the need to select
specific learning objectives that are clearly organized is examined briefly before
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concluding the literature review with an overview of what action research is, the benefits
of it, and an example of how to include action research in an inclusive classroom.
Sociology

Paul and Ballantine' s (2002) historical research, entitled "The sociology of
education and connections to music education research, " explains that the field of
sociology views music education through how it "functions within cultural contexts and
how individuals in culture are taught and learn about music" (p. 566). Sociology of
education looks at educational environments and processes involved in it. Research in
this field is fairly new and the sociology of music education is even more recent. The
primary topics studied are controversial topics, such as race, gender, socio-economic
status, media, and stratification. This includes "integration of schools to the experience of
various minority groups in schools," which includes special learners (p. 657).
There are several theories used by sociologists, including functional theory
(which sees schools as needing balance with other groups in society for students to
function) and conflict theory (which seeks to explain rapid changes in behavior resulting
from disruption between the ' haves' and ' have-nots' in society). The theory of
constructivism began with Dewey, Piaget, Bruner, and Vygotsky, as supported by other
research. It is considered to be a theory that describes how people learn without saying
how they should learn. Social constructivism specifically focuses on making meaning
through social experiences, rather than individual learning opportunities .
Paul and Ballantine' s article continues b y highlighting contributions o f various
people to sociology of music and music education, including those of Lucy Green. While
special learners are not mentioned specifically as a group requiring future research,
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marginalized groups are discussed and the author recommends, "if we consider music
teaching and learning as a socialization process, many music education issues need
study . . . [like] strategic and tactical issues of instructional design" (p. 577). The research
ends with numerous questions to ideally be studied by future researchers, including the
question "can music education adapt to the needs of these students?", meaning musical
subcultures that are ignored due to mainstreamed music classrooms (p. 578).
In reviewing David Elliott' s book Music Matters, McCarthy (2000) points out that
there is a lack of discussion on the connection between music education and sociology
and is therefore an area that needs more attention. Sociology is the study of people doing
things (p. 3). The focus in the book is on "people musicing, people interacting musically,
people being inducted into musical practices that originate and are transmitted through
the musical actions of human beings" (p. 3). This philosophy places the focus on the
musical work being learned, the students making the music, and the context in which it is
being produced, so that students feel like a part of a community. Educational goals focus
on lifelong learning and developing the desire to seek music for enj oyment. All students
are capable of becoming musicians if they are made to believe in themselves.
In David Brown' s (2003) article on "Learner-centered conditions that ensure
students' success in learning, " he discusses the conditions named by the American
Psychological Association that must exist in learner-centered classrooms. This approach
to teaching is the result of attention given to educational practices from politicians,
parents, and teachers seeking reform after President Clinton signed the Goals for 2000 :
Educate America Act (p. 99). Twelve of the learner-centered practices are discussed,
including learning being active, not passive (meaning students should be involved in
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large-scale proj ects and construct their own knowledge), classrooms should be success
oriented, teachers should use Vygotsky's scaffolding techniques to help students
understand concepts, teachers must believe that all students can learn and maintain high
expectations, content must be developmentally appropriate (this means only those things
that students are capable of doing and learning should be taught as opposed to those that a
teacher thinks students must know being taught), instruction must address different
learning styles, students must work cooperatively to develop learning communities,
which result in students feeling secure and therefore motivated, and teachers must always
be reflective (p. 1 00).
In addition, Brown states that many forms of assessments should be used, such as
classic paper and pencil tests, electronic methods, performances, and portfolios. Learning
must also be relevant and start from what students already know before introducing new
material. Students must be given choices for how they want to present learned material.
Lecturing is discouraged and instead teachers should be facilitators for learning and allow
students room to discuss concepts, rather than presenting them with questions that have
only one right answer. Finally, classrooms are to center around the learners, not the
content. Facts should not be poured into students minds for them to restate on exams .
Students' needs, knowledge, interests, and abilities determine what should be taught
because students will only benefit from knowledge that relates to their lives (p. 1 04- 1 05).
According to Scott' s research in Contemplating a Constructivist Stance for Active
Learning within Music Education (20 1 1 ), constructivism originates from varying

perspectives on the ways people gain knowledge. Piaget believes that individuals develop
knowledge structures which then influence how they see and understand their
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environments. Assimilation and accommodation are keys therefore to learning new
things, in order for new knowledge to meld with old. This theory is known as cognitive
constructivism-knowledge is constructed in the brain. The theory of discovery learning
is related to cognitive constructivism, which says that learning is best achieved when
people discover something for themselves (p. 1 9 1).
Social constructivism, on the other hand, focuses on learning through social
integration. This theory argues that new knowledge is gained through collaboration with
others. Both views agree that knowledge is constructed better through active means,
rather than through passively receiving new information from knowledgeable people.
Because social constructivism and cognitive constructivism are not directions in
instruction, but rather theories of learning, they can be combined by teachers when
planning lessons to best reach students (p. 1 9 1 ).
Using a combination of discovery learning and social constructivism, Scott
examines possible results of active learning related to students' growth as musicians. To
incorporate these techniques, Scott suggests that teachers change the way they view the
classroom and be willing to step aside and let students explore ideas. Teachers cannot
plan everything ahead oftime, but must ask questions that will lead to discussions to
direct the lessons. This approach does not mean that content and direction are not a part
of the classroom. Teachers must know when students need new content knowledge to
take the next step and should ask questions with only one right answer to provide
students a way to figure out the new knowledge (p. 1 92). Using the Kodaly and Orff
methods are examples of music instruction following constructivist guidelines.

19

Scott recommends that teachers decide for each lesson what skills are best taught
through direct instruction and what can be learned through student questioning and
problem solving (p. 1 93). Scott suggests that technical knowledge (form, structure,
notation) be taught through direct instruction. This knowledge can then be used
constructively by having students analyze music and listen for examples of the new
content learned (p. 1 95).
Scott's article includes information on students as problem solvers as well . In
order for students to be effective problem solvers, they must be strong questioners. The
process suggested is that students first identify problems; then inform themselves on the
topic. Next, they create their own works and share them with others. This is followed by
a period of reflection to determine the next course of action and concludes by relating this
information to new situations (p. 1 96).
Constructivism in the music classroom

Numerous theories impact research and practice in music and music education,
according to "Learning theories as roots of current musical practice and research" by
Taetle and Cutietta (2002). Learning theories change educators' perspectives on how
children learn and how instruction should be sequenced. Music education is influenced
strongly by learning theories developed outside the field of music, some specifically from
behavioral and cognitive psychology. Constructivist learning theories "acknowledge the
interconnections between the learner and his or her environment as crucial for
understanding the process of learning itself. Therefore, the study of learning is
approached from a more holistic perspective" (p. 284). This theory places focus on the
learning that occurs during social interactions. It is also said that people learn by
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watching others and imitating their behaviors. John Dewey's educational philosophy of
social constructivism (learning by doing) is based off these learning theories.
Learning styles and handicapped students

"A person's learning style is developed through how a person feels that they learn
best" and is the method by which they typically learn and discover new information
according to Sze in "Learning style and the special needs child" (p. 3 60). Young students
do not know their own learning styles, so it is the j ob of teachers to discover these and
make accommodations to allow students to learn in their preferred manner. Strategies for
assisting handicapped students can be as simple as standing in front of them, providing
structure, using social stories, and allowing students to echo phrases (p. 3 60).
Sze goes on to say that different techniques should be incorporated into lessons to
reach students with differing learning styles and students should be encouraged to try
learning using different strategies other than their preferred ones so they do not develop
the mindset that they are incapable of learning any other way. Based on Piaget's views of
learning, students should not be expected to memorize lessons, but should be able to
connect new knowledge to past. Once student's preferred learning styles are discovered,
teachers should make them aware of these to assist them in future learning (p. 3 6 1 ).
The purpose of Hieman's (2006) research article " Assessing learning styles
among students with and without learning disabilities at a distance-learning university" is
to study the learning styles of college students participating in off-campus courses. The
research focuses on processing strategies used by the students to acquire new knowledge
and regulation strategies used to continue studying. Five main influences of learning style
are discovered, including environment, emotional characteristics, sociological
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preferences, physiological characteristics, and global aspects. Findings show that
"students with LD [learning disabilities] prefer oral explanations or visual learning
methods, whereas students without LD use more written examples and prefer more
written explanations" (p. 57).
In this study, 2 1 2 undergraduate students studying social sciences at the Open
University oflsrael (OUI) complete self-report questionnaires on their learning styles
during face-to-face tutorial sessions. The survey used is the Inventory of Learning Styles
(but only the domains of cognitive processing strategies and metacognitive regulation
strategies). Results show that "students with LD preferred to use more step-wise
processing, including memorizing and drilling, than NLD [non-learning disabled]
students" and report a greater need for being taught self-regulation techniques (p. 5 5).
The study is limited by the small number of students surveyed from only one
major, the use of self-reports (instead of observations), the use of students from only one
university, and the range of learning difficulties among students. However, the results
show that learning styles of the LD and NLD differ greatly. The LD students are reported
to say that demanding work is needed for them to pass their courses, including a lot of
repetition and memorization. " As mentioned in previous studies (Clarke & Lane, 2005;
Lovelace, 2005; Matthews, 1 994), adjusting instruction to students' learning styles and
encouraging students to be aware of their learning styles can increase the academic
achievement of all students" (p. 62).
Mainstreaming

The research of Hammel in " Inclusion strategies that work" (2004) points out that,
while it has been almost 40 years since Public Law 94- 1 42 was passed, which states that

22

children with disabilities should be placed in the least restrictive environment, music
teachers still do not seem to be adequately instructed on how to teach these children (p.
3 3 ) . With full inclusion becoming common (where students are placed in regular
classrooms to begin with) as opposed to mainstreaming (in which students begin in a
separate classroom and are gradually moved to participate in regular classrooms), music
educators now teach more students with disabilities than in the past.
Hammel identifies some strategies that can help teachers be successful in
inclusive settings. First, it is suggested that teachers get to know their students before
they come to their classrooms, by talking to other teachers, particularly special education
staff, and reading Individualized Educational Plans (hereafter referred to as IEP's).
Talking to staff leads to the importance of knowing special education faculty. The author
suggests letting these teachers know that you are happy to have their students in your
room and asking them about possible modifications that might need to be made to
lessons. This is also a time to ask about classroom management techniques already in
place, which can then be used in the music room to provide consistency for the student.
In addition, music teachers should get to know special education paraprofessionals and
school administration as they can provide helpful advice (p. 3 6) . The importance of this
collaboration of teachers is stressed by both Hammel and Zdzinski.
Teachers should consider special needs students when arranging their classrooms
and inform them ahead of time of any changes in routine, continues Hammel. Some
adaptations to make for special needs students include marking important details with
colors or symbols and providing hands-on examination when introducing new concepts
since many special learners are kinesthetic learners. In addition, these students often
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require more 'think' time before they are able to answer a question due to slower
processing time (p. 36).
If all options have been exhausted and these students still are not having success,
ask for help from other staff, student' s parents, and administration, but try everything
possible first because "you will be better able to precisely define the problem," "if you
have already tried several solutions" (p. 3 6). The article concludes by saying that "many
special learners have low self-esteem and are easily frustrated. Celebrating each small
success helps build student/teacher relationships and reminds students of their value to
you and the school community" (Hammel, 2004, p. 3 7).
"Instrumental music for special learners" by Zdzinski (200 1 ) specifically
discusses ways for the instrumental music teacher to make adaptations for special
learners by employing methods used by special educators. One suggestion he makes in
regards to the social environment is to give special needs students a buddy to help with
rules and classroom instruction. Other suggestions include involving parents in creating
musical experiences for their students and adapting music to make it easier to learn. He
advises teachers to color code notation, which allows students to use multiple learning
modalities, to re-write parts, and to have students only play one or two pitches when they
occur (like a bell choir) (p. 28-29)

.

In " Special learners in the music classroom" ( 1 995), Humpal and Dimmick report
that Music Educators National Conference (hereafter referred to as MENC) says that all
children can participate in music in some way and that teachers should find or create
ways using the right resources. As a result, their article offers suggestions for helping
these special children. The approach is 'transdisciplinary, ' meaning they take ideas from
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people in many different fields so their suggestions can be adapted to many learning
environments. The article is divided into three sections based on the method for helping
special learners actively participate in music.
Augmentative devices allow non-verbal students to communicate. These include
" symbol systems, electronic speech synthesizers, and switch-activated tapes" (p. 22).
Adapted equipment help students with difficulties in fine motor coordination or mobility.
This can mean making an instrument or item easier to hold or attaching it to something
through the use of items such as suction cups and Velcro (p. 22). The final suggestion is
to use conventional items in unconventional ways. Humpal and Dimmick advise music
teachers to use their creativity in this area and suggest ways to use items such as
flashlights, ropes, and hula hoops. The authors conclude by advising music teachers to
"take time to learn about various learning styles, handicapping conditions, and ways to
make our art more meaningful for each child" (p. 23).
The National Commission on Instruction of the Music Educators National
Conference wrote The School ofMusic Program: Description and Standards in 1 974.
MENC descriptions and standards for the music classroom say that handicapped children
should learn the same content as non-handicapped students and deserve musical
experiences designed for them to be successful. Humpal and Dimmick recommend
students be placed in classes based on their musical ability not for socialization purposes,
which does not seem to be the case in many schools, as seen in Frisque and Humphreys' s
questionnaire given to Arizona music educators (Humpal and Dimmick, 1 995, p. 2 1 ).
In the Music Educators Journal, Thompson points out in the article "Music for
every child: Education of handicapped learners" ( 1 982) that there are many historical
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examples of music being enjoyed by and therapeutic for handicapped people. The human
rights movement of the 1 960s and 1 970s identifies learners with handicaps as a group not
being allowed to recognize their human potential. One way for this to be achieved is
through music education because it "speaks to the human spirit; . . . it is a way of sharing
those aspects of the human condition that defy verbalization" (p. 25). Articles, journals,
books, organizations, in-service training, and college courses are all available as tools for
the music educator to learn about meeting the needs of special learners.
Even with these resources, the need remains for educators to clearly state the
learning objectives for students with special needs, something that seems to be lacking
based on the research of Frisque and Humphreys ( 1 994), as well as Gfeller, Darrow, and
Hedden ( 1 990), which both note that much focus i s on nonmusical goals, rather than
musical ones (Frisque, et. all, p. 95; Gfeller, et. all, p. 9 1 ). This makes it difficult to assess
the effectiveness of mainstreaming and means that goals need to be put in place at the
time of the placement. The music educator' s role should primarily be to instruct in
musical behaviors, not take on the role of music therapist, according to Thompson (p.
26).
If goals are not clear to a teacher, a student cannot achieve them. In order to set

appropriate goals, music educators should volunteer to be a part of the team developing
students' IEP' s-first of all because they are responsible for the musical education of
these students and should use this as a form of advocating for music, and also because it
provides music educators with easier access to assistance from other staff in working
with special learners (p. 27).
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As other research shows, faculty need to consider what is truly the least restrictive
environment for handicapped students and placement for these students in music
classrooms might be easier to achieve if prerequisites are determined for each grade level
of general music. Although research shows that music educators have many fears in
working with handicapped children, they should remember that underneath the surface
"is a child, a unique human being who needs love and acceptance as much as any other.
Perhaps we will find a child who, like all others,

can

find the joy of living through music"

(Thompson, 1 982, p. 27).
The research of Gfeller, Darrow, and Hedden--"Perceived effectiveness of
mainstreaming in Iowa and Kansas schools" ( 1 990)--quotes Public Law 94- 1 42, which
requires all handicapped children to be educated in the "least restrictive environment."
MENC ' s published standards recommend that music educators participate in the
placement meetings, that placement be based on musical ability, that training be available
to teachers, that they have access to assistance from special education staff, and that they
have enough preparation time (p. 9 1 ). The authors conduct this study to identify the
attitudes of music teachers working with mainstreamed students.
Music educators in Iowa and Kansas are presented with a questionnaire to

investigate the perceived effectiveness of mainstreaming. These states are chosen because
of similar populations, but could also cause the results to be biased. Results reveal the
following: a small difference in views of instrumental, choral, and general music
teachers; more experience working with mainstreamed students does not change
educators' feelings; educators do not feel prepared to teach these students; increased
instructional support does help teachers educate these students; teachers agree that
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different disabilities create different levels of challenges when mainstreaming; and
teachers do not agree on educational goals for mainstreamed students. At least 50% of the
teachers who respond say they feel student needs are better met in special classes (p. 92).
Gfeller, Darrow and Hedden ( 1 990) conclude by saying that "according to P.L.
94- 1 42, a student should be mainstreamed only if the regular classroom setting provides
adequate educational support. Moreover, successful mainstreaming practices should not
hinder the progress of non-handicapped students" (p. 96). This law does not require
mainstreaming and at times it may be that mainstreaming is actually the most restrictive
environment.
Because of an increase in full inclusion and mainstreaming among schools, music
teachers are facing the challenges of meeting the needs of special learners with very little
training and assistance from staff, which is supported by the results of the questionnaire
distributed by Frisque and Humphreys ( 1 994) to Arizona music teachers who report that
40% have no training in special education.
Authors Wilson and McCrary ( 1 996) want to know if instruction received in a
graduate music education program in teaching music to special learners changes
participants' attitudes towards feeling comfortable interacting with a particular student,
whether they feel capable of working professionally with the individual, and whether
they are willing to work with a student. They find no previous studies evaluating the
effectiveness of training on educators' attitudes, creating a need for their study. In
addition, the increase in mainstreaming of special learners in the music classroom and
music teachers' feelings of incompetency in appropriate teaching methods and exclusion
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from the involvement of planning for the learning of these students create an interest in
this topic (p. 29) .
The primary research question is "did the instruction have an effect on the
participants' attitudes toward students with exceptionalities?" (p. 29). Background
research finds that many music educators have positive attitudes concerning
mainstreaming and feel confident in meeting the needs of these students, however, many
are "reluctant to include students with moderate to severe disabilities who might interfere
with classroom management and require special teaching skills or alterations in teaching
methods" (p. 27).
In Wilson and McCrary ' s study, " The effect of instruction on music educators'
attitudes toward students with disabilities" ( 1 996), 1 8 graduate music education students
receive training over a 7-week summer course that is team-taught by a music educator
and music therapist using a variety of instructional methods. They are taught about
various disabilities, legislation concerning these students, resources available, and
successful strategies-practiced through role-playing of classroom situations. A survey
instrument is used as a pre-test and post-test. Five broad categories of disabled students
are included and four statements about each comprise the survey questions. The results of

this indicate that teachers feel comfortable and willing to work with these students before
taking the class, but do not feel capable (p. 28-29).
Post-test results show a decrease in teachers comfort and willingness, but a slight
increase in capability. The only statistically significant response is that of willingness to
work with a particular student. Teachers report feeling most uncomfortable and unwilling
to work with students with emotional disabilities and multiple impairments (p. 29).
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The authors suggest that this change in attitude before and after the class is a
result of the graduate students gaining a "more realistic understanding of both the
rewards and the challenges in providing appropriate music education services" (p. 3 0).
They also suggest that music teachers' negative attitudes result from the performance
nature of their classes and concern with how performances will be affected by special
needs students. They caution readers to remember that the sample of this survey is very
small and that participants' feelings may result from the particular instruction they
receive. They suggest that future study be conducted with larger samples to analyze the
effect of instruction alone, as well as instruction and hands-on experience. They also
believe that it would be useful to compare attitudes of choral, band, and general music
educators (p. 3 1 ).
Project-based learning i n the music classroom

The debate in education over student-centered classrooms as opposed to teacher
led instruction led Brown (2008) to ask the following questions in " Student-centered
instruction: Involving students in their own education: " What does student-centered
instruction really mean? How can an educator do this without losing control of the
classroom? What curricular models are available using student-centered methods? And
how can music teachers use these models effectively? The author answers each question
through referencing the research of others (p. 3 0).
Brown discusses possible learning methods that can be used based on current
curricular models in music education. The first, Comprehensive Musicianship through
Performance, is designed for performing groups to truly know the music they are playing.
The teacher selects the music to be learned and then the class works to analyze the
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musical elements of the piece and create a plan for learning it and finally assess what they
did (p. 3 1 ). The second model mentioned is the Arts PROPEL (so named because of its
components--production, perception, reflection, and learning). In this model, students
perform or create music, study the work of others, and finally reflect on their own
performances/compositions. This method uses open-ended problems for students to
formulate possible solutions and a collection of their work throughout projects to be
saved in a portfolio (p. 32).
The author concludes by discussing why student-centered instruction should be
used and how teachers can go about employing it in their classrooms. Her article says that
this kind of instruction results in " self-sufficient, creative thinkers and people who
appreciate and value the subject being taught" (p. 3 3 ) . The goal is for students to become
independent thinkers. However, the author advises teachers to start with small proj ects
when applying this method of teaching in their classrooms. She recommends teachers
view themselves as a guide, ask students more questions and avoid giving them the
answers, ask students what they think of music class, and start with a personalized unit
developed around the students' interests (p. 34) .
The research of Blair (2009) i n " Stepping aside : Teaching in a student-centered

music classroom" is action research describing hands-on, problem-solving activities that
the educator did with her students. Examples of student-centered lessons are included,
such as having students pull apart the layers of a song and then perform them differently.
The teacher should not tell the students how to do something in this situation, but leads
them to figure it out. Leaming should be guided by a musical problem and can be
extended to performance, composing, and listening (p. 42).
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Other examples o f lessons include analyzing remixes o f songs and variations of
motives in a composition. Students are given something to figure out to guide their
learning (listening and analyzing) and then they work with what they discover (through
composing and performing). This allows them to work with all musical elements without
being told one way to think about them. They can then apply what they learn to a
different song. The author suggests that teachers question who and what students are
responding to and be sure that it is not them, but musical problems and other students (p.

44) .
In " I've got rhythm! Fostering child-centered musical activities for preschoolers, "
Rajan (20 1 3 ) asks the question, "how can we make musical experiences more child
centered?" (p. 9). She also wants to identify how children' s preferences and interests
influence their musical experiences and how individual and collaborative experiences
influence their learning. Previous research reveals that children spontaneously create
music in a variety of settings, but are often limited to imitation. She uses observations
and videotapes of a preschool class of fifteen 3 -5 year olds. The students have music for
30 minutes once a week for a year and are observed to compile a list of the components
necessary for child-centered musical activities. Data is collected and analyzed
subj ectively through the author' s observations and reflections. The author researches the
meaning of child-centered learning specifically in the music room (p. 1 1 ).
Rajan refers to John Dewey, who is one of the first to introduce this type of
learning and Dewey even notes "that the arts encourage children to make meaning of
their experiences-to consider alternative perspectives and recognize that there are many
venues for expression" (p. 1 0). Her research indicates that there are currently many ideas
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about what constitutes a child-centered learning environment. Educational institutions
suggest that students experience open-ended musical experiences-that they initiate
choices and actions, explore and create, focus on the process rather than the product,
foster imagination, repeat activities, and connect to their experiences and knowledge.
Classes are structured around basic ideas, such as children' s preferences determining
music to be used (songs or stories they know) and letting the children' s natural instincts
and responses determine the class activities. Child-centered music classes allow students
to develop independence and build relationships (p. 1 0).
Results show that "meaningful musical experiences for young children should .
include opportunities for singing, listening, playing, moving, and making music" and
follow students' leads (p. 1 1 ). The author concludes the article with specific examples of
child-centered activities for educators to use in trying to create a student-centered music
room environment-including books that can be sung and a good morning song for
developing singing; coloring while listening to music, playing instruments and describing
the sounds, and describing feelings while listening to music; playing instruments-freely,
by taking turns, and by echoing patterns; performing a freeze dance, free movement, and
creating movement with music; and making instruments (p.

1 2) .

Teaching Strategies and Purpose

As mentioned previously, objectives for students with special needs must be
specific and clearly stated. Similarly, teachers should begin with a purpose for all
students, according to Anderson and Krathwohl's book, A Taxonomy for Learning,
Teaching, and Assessing: A Revision ofBloom 's Taxonomy and Educational Objectives,
Abridged Edition (200 1 ). An objective should be specified to provide direction and
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focus-in other words, what the teacher wants the students to learn should be clearly
stated. Bloom' s taxonomy provides a means for organizing those objectives. Because it is
a taxonomy, the categories that come out of this organization follow a continuum, based
on the cognitive process (from simply remembering to creating), as well as the
complexity of thinking (from factual to conceptual to procedural to metacognitive).
Based on Bloom ' s Taxonomy, student-centered, project based learning walks students
through the various level of the continuum.
First, students learn the necessary vocabulary (level I-remembering). Then, they
apply it to classify and explain other music (level 2-understanding), followed by using
knowledge to solve new problems (level 3-applying). This leads to thoroughly
analyzing pieces and comparing and contrasting them (level 4-analyzing). Next,
students judge what they are listening to and defend their opinions (level 5-evaluating).
And finally, students take what they have learned and use it to create and compose their
own music by changing or combining things they studied (level 6-creating). If the
objectives in a student-centered music classroom are organized along this continuum,
students will develop deeper layers of meaning about the content.
Action Research

According to "Action research in music education" by Conway and Borst (200 1 ),
action research is a way to connect research and teaching practices. Action research is
geared towards making changes immediately to improve the situation. This is a
particularly useful strategy for teachers trying to figure out the most effective teaching
strategies. To do action research, one needs a problem or question that does not have to
be generalizable, but must be important for improving teaching. Next, data is gathered
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and then coded to find meaning. "Action research fits the needs of this investigation
because the information required [comes] from a specific teacher' s teaching context" (p.
5).
As an example, King' s (2003) action research of middle school inclusion
classrooms participating in learner-centered lessons, recorded in "Examining middle
school inclusion classrooms through the lens of learner-centered principles, " raises
questions about similar elementary inclusion classrooms. The author says that many
students would benefit from learner-centered classrooms. Also stated is that recent
studies have shown that 70% of students with disabilities are educated in a general
education class. These inclusion teachers often use learner-centered principles, but the
special needs students "are passive learners who make little or no measurable skill gains
from year to year" (p. 1 5 1 ). Little research is available on these special learners in
learner-centered classrooms. King suggests that teaching effectiveness can be judged by
student perception of teacher techniques, which has been found to relate to student
motivation and achievement, and that more data is needed contrasting special learners'
perceptions with those of their classmates (p. 1 54).
Inclusion is defined as " students' attending the same schools as siblings and
neighbors, being members in general education classrooms with chronological age
appropriate classmates, having individualized and relevant learning obj ectives, and being
provided with the support necessary to learn" (p. 1 52). Teachers should vary instruction
methods, content, and assessments to meet student needs. In working to improve
educational techniques, the American Psychological Association came up with 1 4
principles about learners, which the author summarizes i n 5 statements. These are "the
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learner' s knowledge base, strategic processing or executive control, motivation and
affect, development and individual differences, and situation or context" (p. 1 53). In a
learner-centered context, the learner is seen as a co-developer of the teaching process.
Because learning is in a social environment, teachers must be aware that students'
perceptions of themselves, content, and classmates affect their behaviors. Therefore,
learning should be studied as a social act.
After surveying middle school students about their perceptions of teacher
techniques, special education students and their peers agree that teachers do not get to
know students on an individual basis. One of the keys to success for diverse learners is
knowing students individually in order to take that information into account when
planning lessons. Special education students do not feel like they have opportunities to
express their perspectives (another key to success). In relation to another key point in
creating successful learning environments for these students, special learners do not
perceive teaching of higher order thinking skills and most likely need to be taught these
in a more direct manner-through teachers commenting on the processes used for
learning and teaching organizational practices. However, teachers are viewed as caring as
much for special learners as for other students, which has been seen to be a predictor of
student motivation and success, at least at the middle school level (p. 1 54).
Examples of learner-centered practices are given by King, including the use of
themes in which teachers provide students with sources within a given topic and student
choice and curiosity drive student learning, which is followed by class collaboration to
discuss the topic and create graphic organizers. Collaborative learning is suggested as
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being key to allow teachers the flexibility to work with individuals and to allow students
to teach one another (p.

1 5 5 ).

Conclusion

As Paul and Ballantine (2002) state, the field of sociology is concerned with the
function and actions of individuals in society. Because the sociology of music education
is a relatively new field, contributions need to be made to the available body of research,
as McCarthy (2000) states. If education is viewed through a social lens, specific attention
needs to be paid to minority groups. Constructivism is a branch of sociology with a
theory saying that knowledge is acquired through actively doing something, rather than
simply listening to knowledge being shared. Social constructivism is the theory that
knowledge is best acquired through active collaboration with others and discovery
learning says that knowledge is most meaningful when found without direct instruction
from someone more knowledgeable.
This research study is framed by the conjunction of the lenses of sociology,
specifically constructivism, in a music classroom with special learners. To tum a
traditional classroom into a constructivist setting, the teacher needs to ask questions to
jumpstart discussions among students that will direct the lesson. As David Brown (2003)
says, background information may need to be taught directly, but then students should be
given a 'problem' to solve that requires them to use the information they have been taught
on a deeper level . This approach is beneficial because, as Scott (20 1 1 ) points out,
" students who mediate their own learning tend to be more participatory, more reflective,
and more self-directed problem solvers than students who continually rely on their
teacher to provide the correct answers" (p. 1 95).
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Students with special needs do not always learn effectively using the same
strategies as non-special learners. Hieman's (2006) study supports the idea that learning
styles differ between students with learning disabilities and those without. In the
mainstreamed classrooms that are common in schools today, teachers must make
adaptations that are necessary for students with disabilities to learn, such as the
adaptations recommended by Zdinski (200 1 ) and Hammel (2004). These students should
be working towards musical learning obj ectives like all other students, as stated by
MENC, Humpal and Dimmick ( 1 995), Gfeller, Darrow, and Hedden ( 1 990), and Frisque
and Humphreys ( 1 994).
If a student-centered approach is to be used in the music classroom, then students
need to be engaged in hands-on activities and working on problem-solving proj ects, as
studied by Blair (2009). Blair looks at the mindful engagement of students and how they
are able to contribute to the musical experience, rather than just joining in during
activities. The need for this is based on evidence that most general music classrooms
allow students to ' do' things, but not think musically (p. 42).
Student preferences and interests must be taken into consideration when making
decisions about activities and teachers should find ways for students to apply knowledge
on a deeper level (Brown, 2003 , p. 1 04-5). This approach allows teachers to develop
student learning objectives that move from one level to the next on Bloom's taxonomy,
with even the highest levels of evaluating and creating being attainable for the youngest
of students. The following sections contain a description and results of the action research
done to study the effects of student-centered learning in a general music classroom
among special learners as opposed to their peers. The primary research question for this
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study is: What are the effects of project-based, discovery learning on students with and
without special needs in the elementary general music classroom?
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Methodology
Participants

Action research methods are used to study the effects of student-centered
classrooms on student learning, with particular attention to the effects on special learners.
The participants are students from two pre-determined classes of sixth graders and three
pre-determined classes of fifth graders. Classes are divided into teacher-led instructional
groups and student-centered groups in the following method: the five classes are ranked
in order from highest to lowest academically, based on the recommendation of the fifth
and sixth grade classroom teachers. Then, the highest achieving, the middle and lowest
classes are placed in the student-centered group, while the other two classes are put into
the teacher-led group. In the teacher-led groups, the teacher presents the information to
the students and plans the methods of instruction.

In the

student-centered groups, the

students take a more active role in what they learn, how they learn, and how their
learning is assessed. This is to attempt to make the groups as even and unbiased as
possible, since students of different academic ability tend to prefer different methods of
learning, and to allow seven students with Individualized Educational Plans (IEP's) to be
in each group .

The total number of students included in this study is 98 (see figure 1 ) . There are
47 fifth grade students and 5 1 sixth grade students. One fifth grade and one sixth grade
class receive teacher-led instruction. Two fifth grade classes and one sixth grade class
participate in student-centered instruction. There are 1 7 fifth graders and 27 sixth graders
in the teacher-led classes. There are 3 0 fifth graders ( 1 9 in one and 1 1 in the other) and
24 sixth graders in the student-centered classes. Of the 98 students, 1 4 are identified as
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students with Individualized Educational Plans. These students, are referred to as special
learners or students with disabilities, include students with learning disabilities, attention
deficit hyperactivity disorder, Asperger's disorder, and autism. Two of these special
learners are fifth graders in the teacher-led class; five are sixth graders in the teacher-led
class; two are fifth graders in a student-centered class; and five are sixth graders in the
student-centered class (the fifth grade class of 1 1 includes no students with special
needs). In all, 44 students, seven of whom are students with special needs, receive
teacher-led instruction and 54 students, including seven with special needs, participate in
the student-centered classes.
Student Group Distribution

Student-centered
Special needs
Teacher-led
Special needs
Total
Figure 1

Fifth Grade

Sixth Grade

Total

30
1 5 female; 1 5 male
(2)
2 male
17
9 female; 8 male
(2)
1 female; 1 male
47 fifth
24 female; 23 male

24
1 3 female; 1 1 male
(5)
1 female; 4 male
27
1 5 female; 1 2 male
(5)
2 female; 3 male
5 1 sixth
28 female; 23 male

54
28 female; 26 male
(7)
1 female; 6 male
44
24 female; 20 male
(7)
3 female; 4 male
98 students
52 female; 46 male

Design

This research project is developed over the course of 2 years. It is researched and
planned for over a year beginning in the summer of 20 1 4 . Following this time, the
classroom instruction takes place for approximately 3 months beginning in January 20 1 6.
Data is then compiled and analyzed for the writing of this paper over the following year,
with the final product being completed in the spring of 20 1 7 .
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Permission to complete this research project is granted by the Institutional Review
Board before the beginning of the 20 1 4-20 1 5 school year after completion and approval
of the correct paperwork. Fifth and sixth grade students are given information regarding
the research project to review with their parents at the beginning of the 20 1 4-20 1 5 school
year. This includes a permission slip that parents and students are asked to sign and return
stating if they wish to participate (Appendix A).
Materials/Procedures
Introduction

Two musical projects are completed by students in this research study. They first
complete a technology based composition project, followed by a project in reading
musical notation, that includes performing the notated music on an instrument (See tables
2 and 3 for design).
Project 1

Day

1:

Pretest

Survey; Listen to
and watch Apple
Watch video

Figure 2

Day

2:

Pre

Day

Assessment; Watch
Ore-Ida Ima-Taters
commercial; Explore
buttonbass.com

Day

3: ( Cont. )

4:

Assessment;

Questionna i re;
Watch Ore-Ida
commerci a l with
sound
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Project 2
Day 1: Pre-Assessment;

Day 3: I n structio n

Brief i n struction i n

(whole gro u p versus

labeling n otation; Label

Day 2: (Cont.)

stu d ent-led small

sheet m u sic; Fig u re out

gro u ps); Label secon d

how to perform

song; Perform

Day 4: P l ay by ear a n d
n otate

Day 5: Pretest su rvey;
I nterview; Perform
songs of own choosing

Figure 3
Project 1
Pre-Test

On day one of the in-class work, students begin by filling out a pretest survey
(Appendix B) instrument that uses a Likert-type scale, asking students' opinions on how
strong they feel they are at learning from a teacher, learning from other students, and
learning on their own, as well as how good they feel they are at the musical skills of
rhythm, composing, performing, and reading music. This survey is designed to study the
following research questions: How confident do non-special learners feel in learning
through project-based learning? How confident do special learners feel in learning
through project-based learning?
Students in all classes also begin the first project for this research study--a
composition project (see Appendix C for full lesson plan). They listen to, without
watching, a commercial for an Apple Watch available on YouTube at
https://www . youtube.com/watch?v=INXvnxhYks. Students describe the music heard
and discuss what they believe the music might represent. They are then shown the video
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and discuss how the musical elements line up with specific aspects of the video,
including the slow bass sounds when the video moves in slow motion and the high
sounds when the face of the watch is shown; the fast tempo when the watch's activity
features are demonstrated and the thinner instrumentation as the moving pictures finish
and only words are shown. Day one ends with a demonstration of the options available to
students for creating dubstep patterns at buttonbass. com. Dubstep is a form of dance
music with a quick tempo (speed) and buttonbass. com is a website that allows the user to
work with electronic dance bass, treble, and drum patterns.
Pre-Assessment

The next week, during the second meeting of each class, all classes begin the pre
assessment portion of the composing project. They are shown the rubric that will be used
for grading (Appendix D) and told that they will be completing one project without
teacher instruction and then receive feedback before completing another project. This
rubric provides evidence answering the research questions: What are the effects of
project-based, discovery learning on student growth? How is this same question answered
when studying special learners? Students are given the same assessment before and after
instruction and the percentage of improvement is calculated.

All students are shown an Ore-Ida Ima-Taters (hash browns) commercial, which
is no longer available on YouTube, with picture only (no sound). With teacher assistance
for all classes, students take notes on the visual changes they notice in the video. They
describe the video in terms of speed, volume, emotion, and texture. Students in the
teacher-led classes work individually, while students in the student-centered classes work
in student selected small groups of 2-5 . In the class time remaining, students explore the
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sounds available on buttonbass. com (a website that has different musical riffs in various
musical styles that can be layered over one another to create electronic music) and make
notes of any sounds they think might be appropriate for the commercial.
Assessment

On days three and four, students continue to work on the commercial composition
pre-assessment. Individuals in the teacher-led classes and groups in the student-centered
classes are given more time to pick sounds at buttonbass. com and put them together in a
way they think is most appropriate to accompany the commercial. Students perform their
commercials privately for me to grade and are given a brief questionnaire asking their
opinions about this project--what they like and dislike, if they feel like they are good at it,
and if they feel like they need help from a teacher or someone else. At the end of the
fourth day, the students watch the commercial on YouTube with sound to see how their
compositions compare with the music used in it. This concludes the pre-test portion of
this project.
Instruction

Day five is the instruction portion of the lesson. Teacher-led classes watch me
explore musical riffs in ButtonBass for the commercial that I feel would work better than

others for specific sections. They listen to me explain my thought process behind choices
made. These include how thick the texture should be, whether high or low sounds should
be used, and whether fast or slow sounds should be used. I also discuss how to transition
between different sections of music by overlapping sounds, rather than abruptly ending
one and starting a completely different one. I end by demonstrating appropriate ways to
write down decisions made for future playback.
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The student-centered classes differ in that they discuss as a class what they did in
their first commercials and how they can improve in the second one. This discussion is
still guided by the teacher, but the students talk to one another about what they did, rather
than just listening to the teacher say what she would do. Lack of student attention is noted
as an issue for all classes on this day.
Student Practice

On day six, students work on their second commercial. All classes work in
groups, but the teacher-led classes work in groups selected by the teacher, while the
student-centered classes work in groups of their choosing (many of these groups are the
same as the first commercial, though some students choose to switch groups). The
teacher-led classes choose a partner and then the teacher puts the partners together. Boy
pairs are put with girl pairs. However, the teacher tries to take into account which
students work best with one another and group them accordingly.
Students in the teacher-led classes all work on preparing music for the same
commercial--a commercial for the Apple MacPro, available at
https://www . youtube. com/watch?v=AQxcxGg52ZM. Students in the student-centered
classes have the option of making music to accompany the Apple MacPro commerical, or

they can choose between a Mercedes Benz commercial found at
https://www . youtube. com/watch?v=QqhzZwuu3Ww, or a Food City salute to the armed
forces at https://www . youtube. com/watch?v=uoABty_zEOO. All students are shown their
commercials without sound and take notes on what types of sounds they want for
different portions of the videos and then work in their groups to find appropriate sounds.
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Assessment

The next two class periods (days seven and eight) are spent finishing group
compositions and recording them on a recording device so they can be graded later, as
well as sharing some of the results with classmates. The final day of the ButtonBass
project final compositions are shared and graded. It is originally planned to provide
groups with feedback from the teacher or their peers and have students re-work their
compositions based on this feedback. However, this portion of the lesson plan is omitted
due to time constraints.
Project 2
Pre-Assessment

The second proj ect in this research study involves reading and performing notated
music (see Appendix E for lesson plan). For the pre-assessment, students are shown a
musical example on the board and shown how to fill in the note names and rhythmic
values. In the teacher-led classes, the teacher shows the students how to do this and in the
student-centered classes, students come to the board and help fill in the music with help
from other classmates. In other words, in the teacher-led group, the teacher basically fills
out the musical example for the class while giving a quick mini-lecture on how to figure
out notes and rhythms. In the student-centered classes, students take turns coming to the
board and filling out the notes and rhythms if they know how already or listening to the
class and teacher tell them how to figure it out if they do not already know.
Next, students in the teacher-led classes are given teacher-determined groups of 23 and are asked to use a key to figure out the letter names and rhythm counts for the song
Supercalifragilisticexpialidocious. The student-centered classes pick groups and are
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given the following songs to choose from--Supercalifragilisticexpialidocious,
Kookaburra, Somewhere Over the Rainbow, and A mazing Grace (Appendix F for sheet

music) .
After students finish filling in the note names, they move to a piano or xylophone
(all of which have the notes labeled) and work to figure out how to play the song
correctly. If they are successful, they are also given a little time during this first class
period to make up something on the instrument they are playing.
On the second day of this proj ect, students have more time to work on playing the
song that they worked on the previous week. The student-centered classes pick a piano or
xylophone and play at their own speed. The teacher-led classes all play at the same time
while I call out the letters for them to play using a call-and-response approach.
The classes also work a little with transposition during this class period. Students
in the student-centered classes who successfully play the piece, are asked to pick a
different starting note and see if they can figure out how to play it by looking at the
direction of the notes on the page and listening to see if they sound correct. The teacher
led classes play Supercalifragilisticexpialidocious transposed using the same call-and
response approach (with me calling out the letters and them playing back what I say),
after listening to me demonstrate what it sounds like transposed.
Instruction

During the third class period of this proj ect, more note reading instruction is
provided. Students in both the student-centered and the teacher-led classes are able to
pick their own groups, but each group has to have a band or piano student "leader. " The
student-centered classes are given large pieces or parchment paper with individual
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pitches, notes of different durations, and music note words drawn on them for the group
to fill out on their own. The student leader is in charge of answering questions and
explaining mistakes. There is no teacher instruction. The teacher-led groups are shown
the same thing on the board, but watch and listen as a whole group while I explain how to
figure out the notes or rhythms.
When the instruction portion of this lesson is complete, students in the teacher-led
groups are given sheet music for Ode to Joy and label the notes using what they learned
in the mini-lecture. The student-centered groups choose between Ode to Joy, Twinkle,
Twinkle Little Star, and Old MacDonald to label . Groups that finish labeling the music

try to play their song at the end of class.
Student Practice

During the fourth class period, students in all the classes pick any song they want
and try to figure out how to play it by ear (without being given music to read). They also
pick their own groups or work on their own if they choose. As they figure out parts of the
song, they are told to write it down in any way that is helpful to them. Most groups need
help to get started and I provide most of them with the note names for the first phrase of
the song they choose.
By this point, greater deviation from the original lesson plans occur as classes are
pressed for time (the transposition aspects of the lesson are basically excluded, as is the
maj ority of the plans for students to play a song by ear without teacher assistance, which
would require at least two more class periods than what are available to dedicate to this
project). Student behavior/classroom management issues are also becoming difficult to
deal with. The student-centered classes are behaving more appropriately since they have

49

choice in what they do and who they do it with, so it becomes difficult for the teacher to
not apply these strategies in the teacher-led classes. A couple students in a teacher-led
class even have a physical fight during this class period, resulting in many new rules
being included in the final meeting before the end of this proj ect.
Assessment

On the fifth and final day of the project, classes are divided in half and spend half
the class period re-taking the pretest survey instrument regarding student opinions about
their ability to learn from the teacher, from one another, and on their own, as well as their
opinions about how good they feel they are at various musical skills (including rhythm,
performing, composing, and reading) (Appendix B). Students who are in this group also
share their opinions with me by verbally telling me what they think about this research
project as a whole. Students are asked as a group to raise their hand and share what they
think (what they like or dislike). Student responses are written down in my journal as
anonymous quotes.
Students in the other groups work on their own to play the songs they worked on
figuring out the week before. Over the week, I have taken the songs that they started and
filled in a little more of the notation for them so they are able to spend more time on this
last day playing instead of worrying about what notes are correct.

so

Results

The data that is collected from the student self-assessment survey (Appendix B) is
found to be the most valuable for the purposes of the researcher. This data is included
here and grouped in the following manner: data from the first time the survey was filled
out by students compared to data from the second time they completed it; students in the
teacher-led group compared to those in the student-centered group; and, students with
special needs from the teacher-led group compared to those from the student-centered
groups.
The data that is collected is inconclusive in regards to student performance
growth. However, useful data is collected expressing student opinions and self-perception
of performance. Student growth is calculated in self-perception of ability to learn from
the teacher. The smiley faces are given point values with 1 being the saddest face and 5
the happiest face (Appendix B).
Little change is seen for students in the teacher-led group or the student-centered
group in regards to their feelings of their ability to learn from the teacher.
When it comes to learning from peers, students show a greater variety in point
selection, as well as in change from the beginning to the end of the project than when it
comes to learning from the teacher. In the teacher-led group, 27% see no change, 20% an
increase of 1 , 6% an increase of 2, and 4% an increase of 3 . 3 5% see a decrease of 1 , 4%
a decrease of 2, 2% a decrease of 3 , and 2% a decrease of 4. In the student-led group,
23% show no change, 1 5% an increase of 1 , 1 0% increase of 2, and 3% increase of 3 .
4 1 % report a decrease of 1 and 8% a decrease of 2 . See figures 4-7.
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Of these students, the students with special needs in the teacher-led group have
40% show no change, 20% an increase of 1, 20% an increase of 3 , and 20% a decrease of
1 . In the student-centered group, 1 6. 75% show no change, 1 6. 75% increase by 1 , 1 6 . 75%
by 3, 3 3 % decrease by 1, and 1 6. 75% by 4. See figures 8- 1 1 .
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Responses vary greatly in regards to students' self-perceptions of their abilities to
learn on their own.
Also of interest in this study are students' self-perceptions of certain musical
abilities. Specifically, their perceptions of their rhythm and composing abilities are
calculated since those are the primary skills focused on during the projects. Concerning
rhythm ability, 49% of students in the teacher-led group see no change from the
beginning to the end of the proj ect. 1 5% see an increase of 1 point, 3% an increase of 2,
and 3% an increase of 3 . 23% of students see a decrease of 1 and 7% of 2. Students in the
student-centered group have similar results in the area of growth. 43% of students see no
I

change, 1 5% an increase of 1 , 6% an increase of 2, and 4% an increase of 3 . On the other
hand, 2 1 % see a decrease of 1 , 6% a decrease of 2, 2% a decrease of 3 , and 2% a
decrease of 4. See figures 1 2 and 1 3 , where point value is shown on the horizontal axis
and number of students on the vertical axis, for a comparison of students' before and after
scores.
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Student-Led, Rhythm Ability Before (1) and After (2)
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Figure 13

The self-perceptions of students with special needs in the teacher-led classes
concerning their rhythm ability are as follows: 20% see no change, 20% an increase of 1 ,
40% a decrease of 1 , and 20% a decrease of 2 . Of the students with special needs in the
student-centered group, 50% see no change, 33% an increase of 1 , and 1 7% an increase
of 3 . Refer to figures 1 4 and 1 5 for a comparison of scores.
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Specia l Education, Student-Led, Rhythm Ability Before
(1) and After (2)
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Figure 15

In regards to students' self-perceptions of their composing ability, many students
in both the teacher-led and student-centered groups feel their abilities became worse. Of
those in the teacher-led group, 26% report no change, 2 1 % an increase of 1 , 2 . 8% an
increase of 2, and 2 . 8% an increase of 4. However, 2 . 8% report a decrease of 0 . 5 , 34% a
decrease of 1 , 5% of 2, 2. 8% of 3 , and 2 . 8% a decrease of 4 . Of the student-centered
students, 3 2% show no change, 1 6% an increase of 1 , 1 4% of 2, 4% of 3 , and 2% of 4 .
24% see a decrease o f 1 , 2 % of 2, 4 % of 3 , and 2 % o f 4. See figures 1 6 and 1 7 for
individual score comparisons.
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Teacher-Led, Composing Ability Before (1) and After (2)
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Student-Led, Composing Ability Before (1) and After (2)
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Figure 1 7

In the teacher-led group, 20% of students with special needs mark no change.
40% of these students increase by 1 point, 200/o decrease by 1, and 20% decrease by 2. In
the student-centered group, 3 3 % of students with special needs mark no change. 1 7%
increase by 1 point, 1 7% increase by 2, and 3 3 % decrease by 1 . See figures 1 8- 1 9 for
individual score comparison.
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Specia l Education, Student-Led, Composing Ability
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Figure 19
At the

end of the project, students are asked to give their opinions about whether

they enjoy the project, what they like and dislike, if they feel they are good at it or if they
need help (and who they need help from), and they are asked to describe what it is that
they did. Of the students who fill out this survey (Appendix B), only 2 say that they do
not enj oy the proj ect ( 1 in the teacher-led group and 1 in the student-centered group) and
2 others say they only sort of enjoy the project (both in the teacher-led group). None of
these students are among those with special needs. Fifty-eight students say, yes, they
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enjoy the project. Six of these are students with special needs. Twenty-nine of these
students are in the student-centered group and 29 are in the teacher-led group.
Twenty-one students in the student-centered group also say that they feel like they
are good at projects they complete. One student in the student-centered group reports that
s/he is probably good at this, 2 say maybe, 3 say sort of, and 3 say no. None of the
negative responses are from students with special needs. Seventeen students in the
teacher-led group say that, yes, they feel like they are good at the proj ects. 1 says s/he
thinks s/he is good at it, 1 2 say sort of, and 2 say no. The student who writes "think so" is
a student with special needs, but the other 3 students with special needs in the teacher-led
group respond with "yes. "
Only 3 students in the student-centered group feel they need help with the work
done for these proj ects. Two of these 3 report that they need the help from their peers.
None of the students who report that they need help are among the students with special
needs.

A

few more students in the teacher-led group respond by saying that they need

help . Two write that they do not know if they need help, 1 says sometimes, 2 say sort of,
1 says maybe from the teacher, and 2 say yes from the teacher. However, all of the
students with special needs say that they do not feel like they need help to be succe s s ful

.

When asked what they like about the project, students' responses include the
following: "get to use Chromebooks, " "music and groups, " " messing with tunes, " " choice
and making own music, " "listening to music of others, " "working together, " and
" everything ! " . Responses in regards to what students dislike include the following: "using
Chromebooks a lot, " "boring commercial, " "blocked sites, " "not having access to videos, "
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"people talking, " " sharing it with people, " "mean students, " "not being in groups" (from a
student in the teacher-led group), and "nothing ! " (Ozier, 20 1 6, pg. 63 -64).
Limitations

Possible limitations in this research study result from: classes being pre
determined, two separate grade levels being used, as well as an uneven number of
students from each grade in the experimental and control groups. The teacher's
inexperience with student-centered instruction may be a limitation, as well. Other
limitations result from this study being done in one school only, being limited to one
subj ect area, and being limited to only fifth and sixth graders. In addition, the few number
of special learners that are included in the study makes it difficult to say what approach to
learning is actually best for these students and the lack of student assessment leaves
something to be desired in determining what approach is best for all students. However,
the sample size is not intended to be large enough for generalizability.
Implications

Although much of the instruction during this research project is not much
different than previous instruction, forcing myself to analyze what is happening brings to
light some interesting discoveries about students and student learning I may not have

otherwise noticed. For one thing, "classes that come later in the day receive far better
directions than earlier classes" which emphasizes the need to thoroughly plan student
goals so these can be explained clearly to students, as noted by Thompson ( 1 982) who
says that students cannot achieve goals that are not clear to a teacher (Ozier, 20 1 6, pg. 3).
I also notice that students seem to "thrive best in the environment they are most
used to" (Ozier, 20 1 6, pg. 5 1). It takes a few weeks for student-centered classes to adjust
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to the approach. However, once they know what to expect when they come to class, they
do really well with this type of learning environment. On the other hand, students in the
teacher-led classes get a small taste of the student-centered learning towards the end of
the research and there are many aspects of it that they struggle with. While " all students
enjoy having choice in what they work on, forming groups is difficult for the classes who
are used to being told who is in their group" (pg. 5 1 ). However, students who work
individually during the beginning of the proj ect, do not behave as well or find as much
enjoyment in the work as those who work in groups. Ironically, student-centered classes
perform better in groups of their choosing than when groups are selected by the teacher,
which coincides with the research of Brown (2008) saying that student choice is an
important aspect of a constructivist classroom. Overall, group work is more effective than
individual work or whole class work when completing the activities included in these
projects (Ozier, 20 1 6, pg. 1 5).
Scott (20 1 1 ) says that technical knowledge (form, structure, notation) should be
taught through direct instruction (pg. 1 95). It is noted that, overall, the teacher-led
approach is the most effective when students are learning something that they have no
experience with (for example, the computer program, reading notation, or simply the

student-centered learning approach). Since students have a long period of time to work on
similar material, the student-centered approach works best after a few class periods
because it allows them to progress at their own speed, take more ownership of the
material, and develop higher quality results when working collaboratively (in accordance
with the theory of social constructivism) (Paul and Ballantine, 2002). This becomes
apparent when students are asked to share their thoughts on the research project as a
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whole and respond with comments including, "It is a good, fun learning experience
working in our groups" and "I like picking my groups" (Ozier, 20 1 6, pg. 64).
Students in the student-centered classes also develop problem-solving skills that
are not as clear in the teacher-led classes. For example, the student-centered classes have
to decide how an entire group is going to compose a song using individual computer
devices. This is accomplished in many different ways with " some groups choosing to
have different students compose different sections on their own, other groups choose to
have different tabs open on different computers and combine the sounds from each, and
still other groups decide to all work together on only one computer" (Ozier, 20 1 6, pg.
1 1 ).
Another example is of students determining ways to take turns (such as having
one student play a line, then another play the next, and so on, or, having one student say
the letters while another plays and then switching roles). As was mentioned earlier, Scott
(20 1 1 ) says, "students who mediate their own learning tend to be more participatory,
more reflective, and more self-directed problem solvers than students who continually
rely on their teacher to provide the correct answers" (pg. 1 95). They also simply seem to
get more enjoyment from the project.

Many special learners struggle with a lot of the social aspects of student-centered
learning. They do not like having the freedom to choose their own groups and many
complain about not having anyone who wants to be in a group with them. However,
when these students are able to work on their own as they prefer, they do not complete all
steps of the assignments or develop a strong product compared to the students that work

61

in groups. They also show more signs of frustration and a desire to quit than many of
their peers (Ozier, 20 1 6).
Survey results show that students with special needs in both the teacher-led and
the student-centered groups have a lower belief in their abilities to learn on their own
after the completion of the project. Often, they spend an entire class sitting without
getting any work done because they are upset by something (for example, not knowing
what to do or not knowing who to work with). Several times, I work with other groups,
thinking that everyone is on task, only to discover at the end of class that I have a student
with special needs who has not accomplished anything.
Students with special needs learn in ways that may be different from other
students. For some of the learners with disabilities in this study, a constructivist setting is
the most suitable. For others, it is not. Students with special needs in the student-center
group range from completely comfortable (5) to not comfortable at all ( 1 ) when
answering the question, "how comfortable are you learning from your peers?" It is the job
of elementary teachers to help students discover their preferred learning methods and to
incorporate a variety of teaching approaches so that all students are able to benefit, as
recommended by Sze (pg. 3 60).
The increase in full inclusion of these students into the regular education setting,
particularly in the music classroom, makes it even more important that teachers know
how to teach these students. Through this study I discover which students work best on
their own, which students work best in groups of their choosing, and which students need
more direction to work effectively. Music teachers have been shown to focus on non
musical goals for students with special needs, but an effort needs to be made to work with
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these students on musical skills Gust like other students, but with the necessary
adaptations made to make it accessible for the student with special needs) (Frisque, et.
all, pg. 95; Gfeller, pg. 9 1 ).
" The class that is overall the highest academically does extremely well with the
student-centered approach to learning, while the class that is identified as the lowest
academically does the worst" (Ozier, 20 1 6, pg. 3 0). Much of this seems to be related to
social immaturity as student-centered learning requires strong social skills. It is noticed
that the more immature students (which includes many of the special needs students, but
plenty of other students as well) does not enjoy group work because they fight about
whose ideas are going to be used in the final product. Student personality plays a strong
role in success also. The classes that are more mature tend to get along better and work
better in cooperative groups than the classes that struggle behaviorally (Ozier, 20 1 6, pg.
47) .
A

weakness among the students in the student-centered classes (and somewhat in

the teacher-led classes) is that " students are not understanding all the skills they are
developing" (Ozier, 20 1 6, pg. 60). Many students feel great about what they are able to
accomplish on their computers and they are able to tell me that they are making up music,
but when asked on their survey how good they feel they are at composing (or making up)
music, many still feel they are not good at it, perhaps because they feel that the computer
is doing the composing, rather than them. In fact, the only group of students whose
opinion of their rhythm and composing abilities improves from the pre-survey to the
post-survey is the students with special needs in the student-centered groups.
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Student creativity is easy to observe during this time, although the more
'academic' skill of writing what is being done is a struggle for all. When given the
freedom to make choices on their own, students come up with ideas I never thought of.
Many of them find features on the computer that I do not know about and, when it comes
to performing on instruments, some of them decide to use handbells or boomwhackers,
resulting in a far different experience than I planned for.
During this research proj ect, better insight is gained into which students are
musically gifted . These are students that only have music once a week and the 6th grade
classes are very large so getting to know students on an individual basis is difficult .
Allowing them to work on their own and in groups allows the time to interact with them
and get to know many of them on a more personal level. The time required to develop
student-centered lessons and activities is greater in the beginning, but pays off when I am
able to move around and observe students completing the activities presented to them,
rather than focusing my efforts on sharing information with students in a whole-group
setting (Ozier, 20 1 6).
"The most positive aspect of this proj ect is in seeing the change in students who
previously showed little to no excitement for music" (Ozier, 20 1 6, pg. 59). This
excitement is seen in both student-centered and teacher-led classes, which leads me to
think that it is the nature of the projects themselves (perhaps the group aspect or perhaps
just the technology or real-world aspects) that leads to this change. The class that shows
the least excitement over music class before this research begins is a student-centered
class, who surprisingly thrives during the ButtonBass project. One group in this class
even self-assesses and revises a composition without any prompting to do so. The worst
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behaved classes prior to the start of this project show fewer and fewer behavior problems
during the time when they are most engaged in the projects, which is the beginning and
middle weeks (especially in the student-centered classes).
In summary, it is noticed that student maturity, rather than a " special learner"
label, is the greatest predictor of student success in student-centered learning. The more
mature students, who are often, but not always, higher academically, thrive in the
student-centered learning environment, while the less mature students do better in a
teacher-led environment. However, all students need time and an adjustment period to
learn what is expected and how to function in either environment. Once students are used
to a particular setting, they seem to do as well as expected either way, especially when
they are given choices along the way and are kept "doing" rather than listening,
supporting Dewey's learning by doing theory.
Suggestions for Future Research

It would be interesting to do this project again but to analyze the gifted students
separately from their peers as many of them are highly self-critical and do not have the
same opinions of themselves as others their age. More research should also be done on
the effectiveness of this method with special learners, as I receive mixed results. It would
be valuable if a teacher with more experience in project-based learning recreated this
experiment. This project should be tested in multiple schools to check for bias that could
occur from results being restricted to one building.

It

would also be beneficial to do

similar research with different grade levels, as well as other subject areas.
It is recommended that this research be duplicated with more attention given to
student growth assessment. Student opinions and enjoyment is measured, but student
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achievement is not. The student-centered classes are easier to assess because they work in
groups the whole time so there are fewer to assess than in the teacher-led classes that
work individually part of the time. However, these group assessments are not necessarily
accurate since it is easy for one student to do most of the work and others to receive
credit for it. If I was going to personally re-create this research proj ect, I would put a lot
more effort into developing strong assessments that are appropriate for all students,
because, in the end, I still do not have clear evidence of the skill level of individual
students.
In music education, the focus is so often on the next performance students need to
be prepared for and time is often not available to give students time to discover musical
knowledge on their own. Although this research is conducted in a general music setting,
the implications of it are important for performing ensembles as well, if music educators
are to develop creativity and musical independence in their students. This approach to
teaching and learning also develops the life skills of collaborative work and problem
solving and an effort should be made to incorporate the technique (even if just in some
small way) in general music classrooms and performing ensembles. Ultimately, it is not
my feelings about the project that I am as concerned with as those of the students, and
their final thoughts (recorded upon the conclusion of their retaking the pre-test survey
instrument regarding student opinions about learning) include the following:
"Music is awesome and it makes me happy. "
"I think I'm really learning good things in music because I get to work with my
friends and they help me along the way and I have a teacher who helps fill in the gaps. "
"Piano is really fun. "
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"Everyone should take piano lessons. "
"We don't like how loud it gets when we do the piano thing, but we really like
ButtonBass--that is fun. "
"I really like playing instruments. "
"I don't like that band students already know this stuff. "
"We don't learn this stuff in music, I know it because of band. "
"I don't like xylophones. "
"ButtonBass is a cool website and everybody should try it. "
" I really like listening to music, but I'm not good at playing. "
" I really enjoy composing music. "
" I love performing music. "
"Music is fun. "
"You get smarter playing music. "
Student A : "You teach really well. " Student B : "Because she's

fun,

that's why. "

"I don't like it. . . . I love it ! "
"Music is my favorite class" (Ozier, 20 1 6, pg. 63-64).
In the end, it is not student growth that matters so much as perceived student
growth. Students with special needs see their ability to learn in a social constructivist
classroom differently than many of their peers. Student confidence and enjoyment play a
large role in student success. Students are most self-assured in the environment they have
the most experience with. Therefore, students are taught to be successful in both
environments. However, each student is unique and needs to be treated as an individual
with specific needs requiring attention in order to reach maximum potential.
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Appendix A--Student Permission Slip

/
Mrs.

Ozier needs your help! !

She is wo rki ng on her Master's in Music Educati o n fro m East ern
I lli nois Unive rs ity and has to conduct educational ' research' in the
classroom. This will b e used to wri te her thesis. She woul d like to compare
two t eachi ng techniques. O ne focuses on l e ctu re and then students doing
wh at was talked about. The other approach has stu de nts experiment with
t hi ngs and find out what t hey can l e a rn on their own befo re the teacher ever
talks ab o ut what they are doing. Mrs. Ozier wants to find out whi ch method
you, t he students, like best and which one lets you learn more ! Sh e a ls o
wants to find o ut if students with special educational needs have different
p refere nces . This is so that she can pl a n classroom act ivi ties that let ALL
students be successful ! !
This is where you come in! Without the permission slip below, she
cannot i ncl ude you in the study. Please sign and return the permission slip
below as soon as possible if you a re wi ll i ng to be a part of t h is study. Your
name and i nform atio n will not be released in any way! ! If you have any
qu esti o ns , feel free to contact Mrs. Ozier at
charity.ozier@caseywestfield.org or by calling the school.

Thanks for your help!
Si ncerely,
Mrs. Ozier

YES! I give my child,
,
permission to be included i n this stu dy and understand that my child will
remain anonymous w he n the final thesis is written and published.

___

___

No, I

would prefer that my child, --------· --

not be included in this study .

.... *The information on the following pages is included if you would I ike more information about
the specifics of the research.

If you selected "YES L" please also sign a nd return the final page of this
packet in accordance with East ern's requirements.
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CONSENT TO PARTICIPATE IN RESEARCH
Effects of learning in a student-centered, project-based general m11sic classroom among students with
special needs as opposed to their peers
Your child is invited to participate in a research study conducted by Charity Ozier, under supervision of
Dr. Danelle Larson from the A.f11sic Department at Eastern Illinois University.
Your child's participation in this study is entirely voluntary. Please ask questions about anything you do
not understand, before deciding whether or not to participate.
Your child bas been asked to participate in this study because Mrs. Ozier is studying the t&:iching
strategies that are mo1u conducive to student /earning. She wants to know haw your child learns best so
she can implement these techniques in the fature. This study will be done with all 5'h and 6'h grnde
students.
PURPOSE OF THE STUDY
This study will compare students who are learning in a lecture/teacher-focused classroom setting with
those learning in a discovery/student-centered selling. It will look at students · preferences for each. as
well as their concept mastery using each approach.

•

PROCEDU RES

If your child voluntee rs to participate in this study, sfbe will be asked to:
Fill out a survey stating his/her comfort level learning from the teacher, from classmates. and on his/her
own. This will be filled out twice-once at the beginning of the research and once at the end.
Participate in classroom learning as slhe has always done.
Display knowledge of content before and after

a classroom.

instntction using

various

methods of assessment typical to

Complete assignments individually and in groups.
This will last for 8-1 0 weeks
lime.

•

ofthe fall semester of the

2015-20 I 6 school year during st11dents · music

POTENTIAL RISKS AND DISCOM FORTS

There arc no known foreseen risks sho11ld your child choose to participate. St11dents will be reminded
that the purpose of this study is to learn what works best for and is preferred by them. This means that
failure by 1he student is not possible, onlyfailure of the method to work for your child Should .rn1dents
feel uncomfortable learning in a cenain way, the research rs succeeding in its purpose and the child is
succeeding in teaching the teacher how to be a better educator.
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POTENTIAL BENEFITS TO SUBJECTS AND/OR TO SOCIETY
The direct benefit for your child will be greater learning as a
teachmg methods.
This is a benefit,
this research.

not

only to your child, but also

to

result of examination and improved

all/11t11rc students that have teachers who /earn from

CON FIDENTIALITY
Any infonnation that is obtained in connection with this study and that can be identified with you will
remain confidential and will be disclosed only with your permission or as required by law. Confidentiality
will be maintained by means of Monroe's online gradebook in Teachcrease. Only those who have acces s to
this information (administration, classroom teacher, parent/guardian, and student) will be able to link
results to specific students. Any infonnation shared publicly will be done in large groups (i.e., students with
special needs and students without or students in teacher-led classroom and those in student-centered
classroom). If, for any reason, infonnation about a single student needs to be included, specific pcnnission
will be sought and the student will be given a pseudonym.
SPECIAL NOTE: lfyo11r shu:lent receives special educqtjon assistance, slhe will not he singled Ottt. J'he
purpose ofthis studv is to find wavs to make education effet;[MJpr ALL .uzu:lents. NOT to mgke students
who require special assistance (eel singled out.
After 3 years, infurmation provided by individual students will be destroyed in accordance with
requirements of Eastern Illinois University.

•

PARTICIPATION AND WITH DRAWAL

Participation in this research study is voluntary and not a requirement or a condition for being the recipient
of benefits or services from Eastern Illinois University or any other organization sponsoring the research
project. If your child volunteers to be in this study, slbe may withdraw at any time without consequences of
any kind or loss of benefits or services to which s/he is otherwise entitled.
There is no penalty if you withdraw your child from the study and s/he will not lose any benefits to which
s/he is otherwise entitled. Your child may also refuse to answer any questions slhc does not want to answer

IDENTI FICATION OF I NVESTIGATORS

If you have any questions or concerns about this research, please contact:
Charity Ozier
£!1qrilJ.'. ozier(il:case1'>ves10eld. org
21 7-932-21 78
Dr. Danelle Larson

cllws@r_iei;_ i11,e@.

2
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•

RJGHTS OF RESEARCH SUBJ ECTS

If you have any questions or concerns about the treatment of human participants in this study, you may call
write:
Institutional Review Board
Eastern Illinois Univei:sity
600 Lincoln Ave.
Charleston, IL 6 1 920
Telephone: (2 1 7) 5 8 1 -8576
E-mail: eiuirb@www . eiu .edu
You will be given the opponunity to discuss any questions about your rights as a research subject with a
member of the IRB. The IRB is an independent commitet e composed of members of the University
conununity, as well as lay members of the community not connected with EIU. The IRB has reviewed and
approved this study .

I voluntarily agree to participate in this study. I understand that I am free to withdraw my consent and
discontinue my panicipation at any time. I have been given a copy of this form.
Printed Name of Participant
Signature of Panicipant

Date

I hereby consent to the participation of
minor/subject in the investigation herein described. I understand that I
discontinue my child's participation at any time.
Signature of Minor's Parent or Guardian

I, the undersigned, have defined and fully explained the investigation

Signature of Investigator

,a

am

free to withdraw my consent and

Date

to

the above subject.

Date

or

...

--�
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Appendix B--Student Self-Assessment Survey
H ow good a re you at lea rn i ng from M rs . Ozier?

a Q g Q

@

a Q g Q

@

a Q

g Q

@

a Q

g Q

@

a Q

g Q

@

a Q

g Q

@

a Q

g Q

@

H ow good a re yo u at lea rn i ng from yo u r c lassm ates?

How good a re you at lea rn i ng o n you r ow n ?

How good a re you at rhyt h m ?

•

How good a re you at co m pos i ng m usic ( m a k i ng it u p ) ?

How good a re you at rea d i ng m usic?

H ow good a re you at perfo rm i ng m usic?
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Appendix C--Proj ect 1 Lesson Plans

Thesis Project
Teacher-Led Approach
Music--Mrs. Ozier
U nit: Com posing
Objective: Com pose m usic appropriate to accom pany a cartoon
M aterials: YouTube, pencil and paper, Chromebooks, b uttonbass.com, Copies of rubrics
I nstructional M ethod : 1) With YouTube video: Apple Watch--Rei magined, l i sten without
watch i ng and try to figure out what goes with the m usic
2) Listen several times, answer teacher questions about what i s heard musically
3) Watch and see how close we were to being right; Describe treble and bass voices and
how they relate to what is going on
4) Show rubric and expla i n followi ng class period expectations
5) Pre-assessment: I n d ividually use Chromebooks and watch without sound-
https ://www.youtube.com/watch ?v=WKR35syJ3_0 (Ore-Ida I ma-Taters Dream Day :30)
6) Explore buttonbass.com and create some sounds to accompany the video ( shoul d use
a m usical form and choose sounds that are m usically appropriate; Use rubric to eval uate
7) With some class input, teacher creates sounds to accom pany another video (explain
choices made to students)
8) Watch several times without sound:
https://www.youtube.com/watch ?v=Fao5F427UuQ ( i Phone 6 Cinema Ad)
9) Discuss what kind of sounds would be heard and when sounds wou l d change; Pick a
form for the m usic ( l ed by teacher ideas)
10) Go to button bass.com and l i sten to a few of the sound choices and pick ones for
each section
1 1 ) Show class how to make a visual m a p of what to p l ay and when; Do we want to add
extra sounds? I nstruments? Body percussion? (If yes, practice a few ti mes after deci d i ng who is
going to do what and when)
12) Record teacher composition and play back with com mercial; Com pare to sound that
goes with video
13) Now, real world problem--a movie theater needs someone to put sounds to thei r
com mercials that will be played before their next feature fil m
14) I n small groups o f 3-4, a d d own soundtrack t o [Watch cl i p without sound a s a class] :
https://www.youtube.com/watch?v=SQl 2 FjaKCAQ (Apple Mac Pro Cinema Ad )
15) Groups should watch video without sound and make l i st describ i ng sounds they
want to i nclude; They should pick a form for their m usic (may use AB or ABA)
16) Groups can play with sounds on buttonbass.com if they would l i ke, or use
instruments or body percussion to m a ke accompaniment sounds
17) G roups need to make a visual map of what to play and when; They should practice a
few times
18) Record com positions, download or e-mail to me so I can play over speakers
19) Teacher provides feedback and groups should m a ke a few changes to com positions
based on self and teacher evaluation
20) Re-record fi nal product; Perform for class and then com pare to sounds that go with
videos; Rubric for eva luation
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Thesis Project
Constructivist Approach
M usic--Mrs. Ozier
U n it: Com posing
Objective: Compose m usic appropriate to accom pany a com merci a l
Materials: YouTube, pencil and paper, Chromebooks, buttonbass.com, Copies of rubrics
I n structional M ethod : 1) With YouTube video: Apple Watch--Reimagi ned, l i sten without
watching and try to figure out what goes with the m usic
2) listen several tim es, describing with adjectives what is heard
3) Watch and see how close we were to being right; Describe treble and bass voices and
how they relate to what is going on
4) Show rubric and explain fol l owing class period expectations
5 ) Pre-assessment; In groups of 3-,4, use Chromebooks and watch without sound-
https://www.youtube.com/watch ?v=WKR35syJ3_0 (Ore-Ida Ima-Taters Dream Day :30)
6) Explore buttonbass.com and create some sounds to accompany the video (should use
a m usical form and choose sounds that are m usically appropriate); Use rubric to evaluate
7) As a whole class, create sounds to acco m pany a nother video--Th i n k a bout the
commercials and especially ads before m ovies that students have seen
8) Watch several times without sound :
https://www.youtube. com/watch ?v=Fao5F427UuQ ( i Phone 6 C i ne m a Ad)
9) Discuss what kind of sounds would be heard and when sounds should change; Pick a
form for the m usic [Discuss: H ow many sounds a ppropriate? Why? When? What should sound
l i ke? H ow to transition from one to another]
10) Go to buttonbass.com and l isten to a few of the sound choices and pick ones for
each section
11) Make visual map of what to play, when, etc. ; Do we want to add extra sounds?
I nstrum ents? Body percussion ? (If yes, practice a few times after deciding who is going to do
what and when)
12) Record class com position and play back with com merci a l ; Compare to sound that
goes with the video
13) Now, real world problem--a m ovie theater needs someone to put sounds to thei r
com m ercials that wil l be played before their next feature fil m
14) I n s m a l l groups o f 3-4, select one of the following commercials to add own
soundtrack to [Watch each cl i p without sound as a class] :
https://www.youtube. com/watch ?v=SQl2 Fja KCAQ (Apple Mac Pro Cinema Ad);
https ://www.youtube.com/watch?v=QqhzZwu u3Ww ( Mercedes Benz Com mercial N o words);
https ://www.youtube.com/watch ?v=uoABty_zEDD ( Food City-Sa l ute)
15) Groups should watch videos without sounds and make l ist describing sounds they
want to include; They shoul d pick a form for their m usic ( m ay use AB, ABA, ABAB, ABACA, or
thei r own if they can justify)
16) G roups can play with sounds o n buttonbass.com if they woul d l i ke, or experi m ent
with other ways to m a ke accompaniment sounds
17) G roups need to make a visual map of what to play and when; They should practice a
few times
18) Record com positions, download or e-mail to me so I can play over speakers
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19) Classmates provide constructive feedback and groups should m a ke a few changes to
com positions based on self and peer eval uation
20) Re-record final product; Perform for class and then compare to sounds that go with
videos
21) Rubric for evaluation
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Appendix D--Project 1 Rubric (Student-Centered followed by Teacher-Led)

Sound

5 - Exce l lent

3-Good

1- Poor Effort

Sou n d s chose n

O n ly h a l f of c rite ria

Little t i m e or ca re

were a pp ro p riate

i n exce l lent

spent in

fo r what g ro u p was

category w e re m et

p re pa ration;

re p rese nti ng;

D i rectio ns we re not

I nte resting sound;

followed; Less tha n

Each section

ha lf of p reviously

p rovided co ntra st i n

l isted crite ria we re

sound

m et
N o c h oices we re

M usica l

Com position

Few com posit i o n a l

E l e m e nts/Form

s h owed

choices were m a d e

made fo r m usica l

consideration fo r

fo r m us ica l reasons

reasons

N otation of ideas

Some a cc u ra cy in

N otation was

a l lowed gro u p to

notation choices,

u nclea r or i nco rrect

a ccu rately record

b ut s h owed clea r

com posit i o n

m ista kes; N otation

m usica l e le m e nts
( i . e ., dyn a m ics,
pitch, te m po, etc . ) ;

A m usica l form i s
a p pa rent
M usica l N otation

did not res u lt in
a cc u rate p layback

Pee r-

Stude nt p rovided

O n ly half of c riteria

Less tha n h a lf of

eva l uation/Se lf-

h e l pfu l fee d back to

i n exce l le nt

p reviously l isted

eva l uation

ot h e r g ro u ps'

category were met

crite ria we re met

com pos itions;
St udent s howed
a b i l ity to crit i q u e
own work; St udent
l iste ned res pectfu l ly
a nd a p p lied
criticis m s
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Contri bution to

St udent m a d e a n

Student d i d not

Student did not let

G ro u p

effort t o cont ri b ute

m a ke m a ny

a nyone e lse h e l p;

e q u a l ly to g ro u p's

cont ri b ut i ons;

Student did not

work; Student

Student m a d e too

h e l p with a ny pa rt

listened res pectfu l ly

m a ny co ntri butions

of p roject

to contri b u t ions of

a nd d id not a l low

oth e rs

oth e rs to
pa rtici pate
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Sou n d

M usica l
E l e m e nts/Form

5 - Exce l le nt

3-Good

1- Poor Effort

Sou n d s chose n

O n l y h a l f of c rite ria

little t i m e or ca re

were a p p ro p riate

i n exce l le nt

s pe nt i n

fo r w h a t g ro u p was

category w e re m et

p re pa ration;

re p rese nti ng;

D i rections we re not

I nte resting sound;

fo l lowed; Less tha n

Each section

ha lf of p reviously

p rovided contrast in

listed crite ria we re

sound

m et

Com position

Few com positiona l

No choices we re

showed

choices we re m a d e

made fo r m usica l

consid e ration fo r

fo r m us ica l reasons

reasons

N otation of ideas

Some a cc u ra cy in

Notation was

a l lowed g ro u p to

notation choices,

u nclea r or i n correct

accurately record

b ut s h owed clea r

com position

m ista kes; N otation

m usica l e l e m e nts
( i . e . , dyna m ics,
pitch, t e m po, etc. };

A m usica l fo rm i s
a ppa rent
M usica l N otation

d i d not res u lt in
a cc u rate p layback

St udent o n ly

Stud e nt d id n ot

Teache r-

St udent s h owed

eva l uation/Se lf-

a b i l ity to criti q u e

pa rtia l ly a p p lied

m a ke a ny cha nges

eva l uation

ow n work; Student

tea c h e r's fee d ba c k

b a s e d o n teacher's
feedback

l iste ned respectfu l ly
and a p p lied
c riticisms

Contri b ution to

Student made an

St udent d id not

St udent did not let

G ro u p

effort to contrib ute

m a ke m a ny

a nyone e lse he l p;

equa l ly to g ro u p' s

contri butions;

Student d i d not

work; St udent

St udent made too

h e l p with a ny pa rt
of p roject

l iste ned res pe ctfu l ly

m a ny contri butions

to contributions of

a nd d id n ot a l low

ot h e rs

ot h e rs to
pa rtici pate

82
Appendix E--Proj ect 2 Lesson Plans

Thesis Project
Constructivist Approach
M usic- M rs. Ozier
Unit: Music Notation/Aural Training
Objectives : Perform a song using standard notation; Transpose it; Play a song of choice by ear
( independent work) (take difficulty of p iece i nto account when grading)
M aterials: Copies of m usic choices, Song in SmartBoard, Blank staff paper/Blank paper, Pencils,
Melody instruments
I n structional Method : 1) As a class, fil l in deta i l s in song on SmartBoard- rhythm, letter names,
etc. ; Teacher assistance provided only as needed
2) In groups of 2 or 3, fill in known aspects of another song {c h oose from <:hoices
provided ) -the rhythm, letter names, etc. (for me to grade accuracy)
3) Work to play correctly on xylophones or pianos-grade using rating scale
4) Pick a different starting note and play the same song
5) Pick any song and figure out how to play; Notate as they work i n any way that helps
them remember what to play

Thesis Project
Teacher-Led Approach
Mu sic - M rs . Ozier
U nit: M usic Notation/ Aural Tra i ni ng
Objectives: Perform a song using standard notation; Transpose it; Play a song by ear
(i ndependent work) (take difficulty of piece i nto acco u nt when grading)
Materi a l s : Copies of m u sic, Song in SmartBoard, Blank staff paper, Pencil s, Instruments
Instructional Method : 1) As a whole group (led by the teacher), fil l i n details i n song on
SmartBoard- rhythm, letter names, etc.
2) In groups of 2 or 3, fill i n known aspects of another song provided by the teacherthe rhythm, letter names, etc. (for me to grade accuracy)
3) Play the song as a class on xylophones ( * * Show class how to tra nspose, me play first)
4) Tell students a different note to start on and see if they can play the same song
, start on _, and write the letter
5) Figure out how to play
names as you figure them out
6 ) If able, draw notes on the staff (with rhythm if able)
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Appendix F--Sheet Music for Proj ect 2

Beethoven, J . , Brumfield, S . , et. al. (2005) . Silver Burdett: Making Music
(Gr.ade 3 , pg.
7). Glenview, IL : Pearson Education, Inc.
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Beethoven, J. , Brumfield, S . , et. al. (2005). Silver Burdett: Making Music (Grade 4, pg.
1 40, 1 60, 1 86). Glenview, IL : Pearson Education, Inc.
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Beethoven, J. , Brumfield, S . , et. al. (2005). Silver Burdett: Making Music (Grade 4, pg.
1 40, 1 60, 1 86). Glenview, IL: Pearson Education, Inc.

One
Song,

John Newton was

a

slave trader. When he realized slavery was wrong, he

expressed his feelings through lyrics. Later, his lyrics were used with this
early American hymn .
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Listen to the song and describe the texture.
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